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This book is dedicated to Earl Stevick. For many foreign and

second language professionals, much of our information about

language teaching has come to us from his work. But, more

importantly, our attitude towards language teaching, our

relationship with the people in our classrooms and our vision of

what we would like to achieve as language teachers have all

been in¯uenced by his thinking. And I stress the word thinking ±

deep, experience-based thinking ± because in Earl Stevick's

writing what predominates is not the little statistic, although it

may also be there to inform us, but the big idea to inspire us. In

his dialogue with the reader, we ®nd ourselves in the presence of

a philosopher and a master storyteller, as well as a great

language teacher and teacher trainer. For many of us Earl

Stevick's work has been not only a signi®cant factor in the

origin of our interest in the affective aspects of language

learning and teaching but also a continuing source of wisdom

for our minds and our hearts as we strive to develop our

students' second language abilities and their potential as human

beings. It has touched and enriched our lives.

Jane Arnold, Seville, 1999
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Preface

The term `feeling' is a synonym for emotion, although with a broader
range. In the older psychological literature the term `affect' was used.
It is still used to imply an even wider range of phenomena that have
anything to do with emotions, moods, dispositions, and preferences.

(Oatley and Jenkins 1996:124)

As an English teacher in Singapore, Bob is concerned with creating
materials that are of relevance to his students' lives in order to increase
the motivational effectiveness of his classes and to develop his learners'
potential on both linguistic and personal levels. Janice, a textbook
writer and teacher in the UK, feels it is important to communicate
positive messages in the classroom to enhance students' self-esteem since
their beliefs about their abilities strongly in¯uence their performance. In
his intermediate-level English classes in Argentina, Vicente considers
very carefully his treatment of errors in order to maintain a relaxed
atmosphere in which his students are not afraid to speak. Meg, a
researcher in the USA, has found that personality factors are closely
related to how language learners' feelings affect their learning beha-
viours. As she trains ESL teachers in Australia, Donna encourages them
to expand their awareness of the person behind whatever method they
use in the classroom. Working in very different contexts, all of these
educators are involved with affect in language learning.

When dealing with a topic as varied as the affective aspects of second
and foreign language learning, we can recall the well-known fable of the
blind men who come across an elephant. One touches a leg and says,
`Ah, ha. An elephant is like a column'. Another touches the trunk and
says, `No. An elephant is like a thick rope'. A third, touching a large,
rough ear, says, `Oh, that can't be. An elephant is like a carpet'. Each,
touching only one part, conceived of the whole in a very different way.
None was entirely wrong in his perception, and yet none really under-
stood what an elephant was.

Likewise, the affective domain in language learning can be ap-

xi



proached from several quite different but not mutually exclusive
perspectives, such as the mainly theoretical, the empirical, the huma-
nistic or the experiential. This book aims to bring together some of the
many varied facets of the whole picture for the reader. Both novice and
experienced second and foreign language teaching professionals can
®nd much in Affect in Language Learning to guide their classroom
practice. Similarly, those involved in the planning of language courses,
materials developers and students of applied linguistics can bene®t from
a greater knowledge of the role of affect in language learning.

Specialists in language teaching often do not agree about the relative
importance of theory and practice. Writing of educators in general,
Howard Gardner, Harvard professor and creator of the in¯uential
theory of multiple intelligences, notes that `theorists wish that their
methods could be instantly transferred to the untidy and unpredictable
classroom, while practitioners search for the generative power of an
appropriate theoretical base for their techniques' (Gardner 1993:120).
In this book the place of both theory and practice is recognized since
neither should be ignored when dealing with language learning. Thus, a
basic theoretical introduction to each topic is generally provided, and
then some practical applications for the foreign and second language
classroom are included.

The authors in this volume are not proposing that attention to affect
will provide the solution to all learning problems or that we can now be
less concerned with the cognitive aspects of the learning process, but
rather that it can be very bene®cial for language teachers to choose to
focus at times on affective questions. Countering allegations that these
matters are not part of teachers' obligations, Underhill (1989:252)
points out that `teachers who claim it is not their job to take these
phenomena into account may miss out on some of the most essential
ingredients in the management of successful learning'. Indeed, from one
point of view we are abdicating our responsibility if we do not address
these questions. Bruner (1996) reminds us that if our educational
institutions do not deal with values and affective issues, such as self-
esteem, which are the basis for healthy value systems, learners will turn
to a myriad of `anti-schools' that will certainly provide them with
models ± though very probably not the most socially desirable ones.

Affective language learning ®ts within what appears to be an emer-
ging paradigm that stretches far beyond language teaching. There is
evidence from a wide variety of ®elds which indicates that attention to
affect-related concepts is playing a very important role in the solution to
many types of problems and in the attainment of a more ful®lling way
of life. British law enforcement of®cers are making use of contributions
from Neuro-Linguistic Programming to be more `affectively' sensitive.

Preface
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Olympic ski teams and other sports participants incorporate visualiza-
tion techniques as a regular part of their training to put themselves into
optimal affective states. Stress management programmes are blossoming
in business centres all over the world. British architect Norman Foster is
known for designing buildings which, while using the most advanced
technology, are especially adapted to transmit feelings of tranquillity
and well-being to the people who will use them. Violinist Yehudi
Menuhin, working with MUS-E International, a multicultural educa-
tional project, has pointed out that education today is directed towards
training learners' thinking rather than their emotions. He stresses that
there is a need to create a voice to give a vehicle for emotion and calls
for a change in the present educational system (Fancelli and Vidal-Folch
1997). Fritjof Capra (1982) has documented further signs of this
paradigm shift in areas such as physics, medicine, psychology and
economics.

In very diverse areas of experience there is a growing concern for
humanistic approaches and for the affective side of life. Perhaps the
common ground upon which all rest ± both in language learning and
the greater whole of society ± is a desire to contribute to the growth of
human potential.

In this book diversity is indeed a key word. Diversity in the areas of
learning experience covered. Diversity in the backgrounds of the
contributors ± geographic diversity (from Europe to North and South
America and Asia) and professional diversity with contributors involved
in foreign or second language research, teaching and teacher training in
state and private educational facilities, on primary, secondary and
tertiary levels. Yet within this variety there is a communality among the
authors, a sense of unity in the commitment to a type of teaching that
makes the book in a very real sense the product of a gathering of
friends.

After the ®rst chapter, in which Jane Arnold and H. Douglas Brown
present an overview of affective factors related to language learning,
our incursions into the domain of affect are within three main spaces.
The ®rst deals with aspects located within the learner, such as memory
or personality traits, the second is mainly in the realm of the teacher,
and the third brings us to the interactional space, where the resources at
our disposal are put to use. However, these `spaces' are, of course, not
elements which can be topographically circumscribed. The chapters
within them are rather like dunes in the desert which shift positions
around a few permanent oases that serve as orientation. In the con-
cluding chapter, Joy Reid takes a brief look at several general issues,
including learning styles, an area that has been touched on in several
parts of this volume, and points to directions for future research.

Preface
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After each of the three main parts there is a list of questions and
tasks. This is offered as a way to bring the reader into dialogue with the
authors, either through individual reading or in classroom group discus-
sion. Hopefully, additional questions will be raised and will lead
researchers to illuminate new areas of affective language learning.

With whatever I have done to prepare Affect in Language Learning ±
thinking, planning, writing, editing, revising ± work and pleasure have,
at every moment, been indistinguishable, indeed a perfect example of
¯ow. At different stages in the maturation of the volume, I have been
fortunate to have received a good deal of assistance. In the MesoÂn del
Moro in Seville, in what were once Moorish baths, working lunches,
®rst with Mario Rinvolucri and later with Doug Brown, provided the
occasion to re¯ect on the direction the volume was to take and to clarify
aspects of its development. Grethe Hooper Hansen injected enthusiasm
and vision into the project when she was in Seville in 1995 for a
conference on Humanistic Language Teaching. At the same conference I
had the undeniable pleasure of spending many hours throughout the
week conversing with Earl Stevick about the book and language
teaching and learning in general. All four have provided invaluable
continued support. Both at the 1997 TESOL Convention in Orlando
and later, Madeline Ehrman offered many useful suggestions. My
colleagues in the English Language Department at the University of
Seville have also helped in several ways; a special thanks to Mary
O'Sullivan. My gratitude also goes to Tim Murphey and Leo van Lier
for their helpful ideas and to Tammi Santana and Jo Bruton for
proofreading. Financial support for aspects of the preparation of the
book was made available by the Junta de AndalucõÂa.

Alison Sharpe at Cambridge University Press provided encouragement
from the very beginning. Had it not been for that, this book might have
been just another good idea which never got off the ground. Mickey
Bonin's editorial assistance in the later stages and comments on the
manuscript from the reviewers were most appreciated.

Facing the beginning of the third millennium, all evidence points to
the fallacy of Pangloss' advice to Candide; this certainly does not seem
to be the best of all possible worlds. Thus, change is advisable, though
not easy. Margaret Mead said, `Small groups of thoughtful concerned
citizens can change the world. Indeed it is the only thing that ever has'.

It is my hope that this book, written by a number of thoughtful,
concerned authors, may contribute to the process of change by reaching
out to a special group of people ± the worldwide language teaching
community.

Preface
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Part A Introduction

1 A map of the terrain

Jane Arnold and H. Douglas Brown

Introduction

The term affect has to do with aspects of our emotional being; however,
as Fehr and Russell (1984:464) have noted, `Everyone knows what an
emotion is, until asked to give a de®nition'. Damasio (1994:145) makes
a distinction between the terms emotions (changes in body state in
response to a positive or negative situation) and feelings (perceptions of
these changes). Besnier (1990:421) refers to further categorization but
brings up reservations from the anthropological point of view about
cross-cultural validity of distinctions. In the present context, affect will
be considered broadly as aspects of emotion, feeling, mood or attitude
which condition behaviour. In this chapter we will be looking at a wide
spectrum of affect-related factors which in¯uence language learning.

It should be noted that the affective side of learning is not in
opposition to the cognitive side. When both are used together, the
learning process can be constructed on a ®rmer foundation. Neither the
cognitive nor the affective has the last word, and, indeed, neither can be
separated from the other. Damasio has shown how evidence indicates
that even on the neurobiological level, emotions are a part of reason
and, as he demonstrates, fortunately so. In years of clinical and
experimental work he has been able to observe how the absence of
emotion compromises our rational capacity. He af®rms that `certain
aspects of the process of emotion and feeling are indispensable for
rationality' (Damasio 1994:xiii). Neural scientist LeDoux sees emotion
and cognition as partners in the mind. He notes how, after years of
behaviourist dominance, cognitive science once again made it respect-
able to study mental states; and he insists that now it is time `to reunite
cognition and emotion in the mind' (1996:39). LeDoux goes so far as to
say that `minds without emotions are not really minds at all' (1996:25).
Although psychologists have traditionally considered emotion to be the
Cinderella of mental functions, today a reversal of this trend is evident.
Oatley and Jenkins (1996:122) af®rm that `emotions are not extras.
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They are the very center of human mental life . . . [They] link what is
important for us to the world of people, things, and happenings'. And
there is a growing body of evidence that points to the signi®cance of our
emotions in maintaining our physical well-being; Goleman (1997:34)
presents research which indicates that `the af¯ictive emotions tend to
make one ill and wholesome states of mind tend to promote health'.

A broad understanding of affect in language learning is important for
at least two reasons. First, attention to affective aspects can lead to
more effective language learning. When dealing with the affective side
of language learners, attention needs to be given both to how we can
overcome problems created by negative emotions and to how we can
create and use more positive, facilitative emotions.

In the presence of overly negative emotions such as anxiety, fear,
stress, anger or depression, our optimal learning potential may be
compromised. The most innovative techniques and the most attractive
materials may be rendered inadequate, if not useless, by negative
affective reactions involved with the language learning process. Anxiety,
for example, can wreak havoc with the neurological conditions in the
prefrontal lobe of the brain, preventing memory from operating prop-
erly and thus greatly reducing learning capacity (see Stevick this
volume). Fortunately, language teachers are becoming increasingly
aware of the importance of negative emotional factors and of ways to
handle them.

Looking at the other side of the question, stimulating the different
positive emotional factors, such as self-esteem, empathy or motivation,
can greatly facilitate the language learning process. A moment's re¯ec-
tion, however, leads us to the conclusion that in many situations much
more attention is given to the question of negative emotions. For
example, Damasio (1994) identi®es ®ve major emotions, under which
others are subsumed: happiness, sadness, anger, fear, disgust. Goleman
(1995) also groups the emotions in basic families: anger, sadness, fear,
enjoyment, love, surprise, disgust and shame. In these and other
classi®cations, the majority of the emotions would generally be seen as
negative. While striving to resolve the at least numerically more
predominant negative emotions, one should not lose sight of the
importance of developing the positive. Motivation, after all, is better
guided by a move towards pleasure and what Csikszentmihalyi (1990)
calls ¯ow than by a move away from pain. Even Skinner (1957) claimed
consistently more ef®cient long-term retention under conditions of
positive reinforcement than avoidance of aversive stimuli.

A second reason for focusing attention on affect in the language
classroom reaches beyond language teaching and even beyond what has
traditionally been considered the academic realm. Daniel Goleman

1 A map of the terrain
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(1995) has convincingly presented his case for an `expanded mandate'
for all educational institutions. He points out that, especially since the
eighteenth century, in Western civilization we have concentrated on
understanding the rational, cognitive functions of our mind, while
misusing or denying whatever falls within the realm of the emotions or
the non-rational. One of the consequences of this situation is our
current `emotional illiteracy'. `These are times,' Goleman states, `when
the fabric of society seems to unravel at ever-greater speed, when
sel®shness, violence, and a meanness of spirit seem to be rotting the
goodness of our communal lives . . . There is growing evidence that
fundamental ethical stances in life stem from underlying emotional
capabilities' (xii). He puts forth as a solution `a new vision of what
schools can do to educate the whole student, bringing together mind
and heart in the classroom' (xiv) and shows how many educational
programmes are already dealing very successfully with the emotional
mind.

This expanded mandate can be ful®lled in all subjects across the
curriculum, and foreign and second language learning is no exception.
In a language classroom which focuses on meaningful interaction, there
is certainly room for dealing with affect. Ehrman (1998: 102) states that
`it has become increasingly evident that the purpose of classroom
learning is not only to convey content information'. In this context,
Stevick (1998:166) speaks of bringing to language teaching a concern
for `deeper aims', for `pursuing new `̀ life goals'', not just for reaching
certain `̀ language goals'' '. As we teach the language, we can also
educate learners to live more satisfying lives and to be responsible
members of society. To do this, we need to be concerned with both their
cognitive and affective natures and needs.

The relationship between affect and language learning, then, is a
bidirectional one. Attention to affect can improve language teaching
and learning, but the language classroom can, in turn, contribute in a
very signi®cant way to educating learners affectively. Ideally, we keep
both directions in mind.

Language teaching reaching out

Just as language teaching has become increasingly open to information
from vital feeder ®elds (for example, psychology, psycholinguistics,
sociolinguistics, education and neuroscience), in the same way we have
been witnessing in recent years a broadening of aims for the foreign and
second language classroom. When pointing out the advantages of
teaching thinking skills in the language classroom, Chamot also stresses

1 A map of the terrain
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the importance of collaborative learning. She notes that collaborative
language work helps to develop Gardner's interpersonal intelligence,
which `is characterized by the ability to understand and respond
effectively to others' (1995:4). This is de®nitely a step in the direction of
emotional literacy. Freudenstein (1992) has argued that in our increas-
ingly aggressive world, teaching peace has a vital role in the language
classroom. Idiom, published by NYSTESOL, devoted an entire issue
(1993±94) to peace and environmental education, and English
Teaching Forum's October 1993 issue was dedicated to `Environment
and ESL'.

Along with this diversi®cation of objectives for the language class-
room has come a new view of the language teacher. From the point of
view of affective language learning, being is just as important as doing;
a good language teacher knows and does but most essentially is. This
does not mean that language teachers no longer need, for example, a
®rm command of the language being taught or proper training in
language teaching methodology. It means that these skills will be much
more effective if teachers are also concerned with their own emotional
intelligence, as this can make a great deal of difference in the language
learning process from the point of view of the learner.

Drawing on Sartre (1956), van Lier (personal communication) com-
ments that in teacher training he ®nds it useful to set teacher develop-
ment within a broad spectrum of experience. (See Figure 1.) Having
relates to the knowledge (of subject matter and pedagogy, of self and
others) and resources teachers have available, Doing to their skills and
their abilities to construct learning opportunities, and Being to their
personal qualities, their vision, and their sense of mission.

Millett points out that when teachers focus on their students' learning,
they `begin to see that if they want to improve their teaching and become
more aware of the learning, eventually they have to work on themselves'

1 A map of the terrain
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(interviewed in Johnson 1997:20). Thus, as part of their professional
training, teachers can bene®t from working on their personal develop-
ment. As they come to know themselves better, they will also be able to
understand their students better and lead them towards more signi®cant
learning and growth. As Griggs (1996:232) puts it, `this awareness [of
self] and belief in human potential is a transformative power in itself. It
lays a ®rm basis for learning and working effectively and connecting
deeply with the self as well as with others'.

The in¯uence of affect in educational contexts

Interest in affective factors in education is not new. Already implicit in
the writing of Dewey, Montessori and Vygotsky in the ®rst part of this
century, it gained importance with the growth of humanistic psychology
in the 1960s (see Maslow 1968; Rogers 1969). Not unlike Goleman
today, Rogers was pessimistic about mainstream educational institu-
tions: `They have focused so intently on the cognitive and have limited
themselves so completely to `̀ educating from the neck up'', that this
narrowness is resulting in serious social consequences' (Rogers
1975:40±41). Among the most notable applications of humanistic
psychology to education was the Con¯uent Education movement,
whose theorists, such as George Isaac Brown (1971) and Gloria Castillo
(1973), stressed the need to unite the cognitive and affective domains in
order to educate the whole person. With related aims, the Human
Potential Research Project was founded by John Heron at the University
of Surrey in 1970.

In the late 1970s and 1980s foreign and second language teacher
trainers and writers expressed similar concerns. Stevick, Rinvolucri,
Moskowitz, Galyean, among other representatives of Humanistic Lan-
guage Teaching, were searching for ways to enrich language learning by
incorporating aspects of the affective dimension of the learner. It has
been stressed, however, that humanistic language teaching does not
propose to replace teaching the second language by other activities, but
rather to add to the effective language teaching going on in the class-
room, where information and formation can co-exist (Arnold 1998).

Many of the major developments in language teaching during the past
twenty-®ve years are in some way related to the need to acknowledge
affect in language learning. The methods coming to the fore in the
1970s ± Suggestopedia, Silent Way, Community Language Learning,
Total Physical Response ± take into account the affective side of
language learning in a very central manner. (Description and evaluation
of these methods can be found in Asher 1977; Curran 1976; Gattegno
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1972; Larsen-Freeman 1986; Lozanov 1979; Richards and Rodgers
1986; and Stevick 1976, 1980, 1990, 1996, 1998.)

Communicative Language Teaching (CLT) has had pervasive in¯u-
ence on language teaching in all its phases (syllabus design, materials,
teaching techniques . . .), and it too gives affect its due. CLT emerged in
the late 70s as a reaction to structuralism and to methods such as the
audiolingual which neglected important affective aspects of learning
and which were not successful in teaching learners to communicate.
`Communicative Language Teaching appealed to those who sought a
more humanistic approach to teaching, one in which the interactive
process of communication received priority' (Richards and Rodgers
1986:83). Unfortunately, in some cases, CLT has been reduced to the
implementation of certain types of activities, without engaging learners
in real communication (see Rinvolucri this volume).

The Natural Approach, developed by Krashen and Terrell (1983),
takes affect into consideration in a prominent way. One of the ®ve
hypotheses in Krashen's theory of second language acquisition is the
affective ®lter, and Natural Approach classroom activities are designed
to minimize stress.

Curriculum design in recent years has also been in¯uenced by
humanistic-affective currents of thought. In the past many experts on
language teaching have tended to emphasize the language over the
teaching, the what over the how; and theoretical linguistics has often
occupied space that might more appropriately be given to insights from
the ®eld of education, for example. Van Lier (1994:341) states clearly: `I
would like to see the ®eld of SLA anchored in education'. As a way to
cure the `classic schizophrenia' of an understanding of SLA which
moves back and forth between education and linguistics, he has
proposed the development of both domains through what he and others
have called `educational linguistics'. Current researchers in the area of
curriculum design have developed undeniably humanistic learner-
centred models (Nunan 1988; Tudor 1997), which show the necessity of
focusing more on language learners and their experience rather than
simply on the narrower ®eld of non-learner related linguistic corpora.

Indications that learners themselves would welcome a greater focus
on humanistic content in language classes are not lacking. A study of
reading topic preferences among advanced level students of English in
Spain showed that from a broad selection of reading texts, including the
main types found in most EFL/ESL textbooks, those most highly ranked
related to personal development (Avila 1997). Similarly, Moskowitz
(this volume) has documented the favourable response of foreign
language students to humanistic language activities.

A learner-centred language curriculum takes affect into account in
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many ways. Participation in the decision-making process opens up
greater possibilities for learners to develop their whole potential. In
addition to the language content, they also learn responsibility, negotia-
tion skills and self-evaluation, all of which lead to greater self-esteem
and self-awareness.

In an affect-relevant study on adult learners applied to course
planning, Brundage and MacKeracher (1980) found that better learners
look to their own experience as a resource, set learning objectives in
consonance with their self-concept, process through several channels
and have learnt how to learn. As learners, they are in¯uenced by their
feelings and do not learn when anxious or stressed. Learning for them is
most effective when it is personally relevant and when information is
presented through different sensory modes.

Among the recent developments of signi®cance for language learning
are those from the ®elds of psychology and neurobiology, and both
acknowledge the role of affect. For example, Stevick (1996) discusses
research from psychology on one of the most vital aspects of language
learning ± memory ± and links it very closely with emotion. In their
comprehensive overview of the contributions of psychology to language
teaching, Williams and Burden (1997:44) argue that educational psy-
chology shares much with humanistic approaches to language teaching,
especially in the need to go beyond mere language instruction to a
concern with `making learning experiences meaningful and relevant to
the individual, with developing and growing as a whole person. We
would argue also that it has a moral purpose which must incorporate a
sense of values'. And current work on the neurobiological base of
learning, which will no doubt have increasingly important implications
for language learning and teaching, emphasizes the centrality of our
emotional reactions in the learning process. Schumann (1997 and this
volume) relates recent developments in neurobiology to affect and
language learning.

Cognition or affect? Cognition and affect!

Noted learning and cognition specialist Ernest Hilgard recognized the
need for an integrative approach: `purely cognitive theories of learning
will be rejected unless a role is assigned to affectivity' (1963:267).
Speaking of mega-trends for learning in the twenty-®rst century, Gross
has stressed the importance of whole-brain learning, which recognizes
the contribution that affect makes:

Insights into the ways in which our brains function have
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generated tremendous excitement in scienti®c and educational
circles over the past decade. It is now apparent that learning can
be enlivened and strengthened by activating more of the brain's
potential. We can accelerate and enrich our learning, by engag-
ing the senses, emotions, imagination. (Gross 1992:139)

In the remainder of this chapter we will consider some of the speci®c
ways affect relates to second language acquisition. In an attempt to
provide an organizational framework for such a broad subject, we will
look at affectivity in second language learning from two perspectives:
that which is concerned with the language learner as an individual and
that which focuses on the learner as a participant in a socio-cultural
situation, an individual who inevitably relates to others.

Individual factors

The ®rst of these aspects has to do with internal factors that are part of
the learner's personality. Although learning a language and using it are
basically interactive activities that depend on varying types of relation-
ships with others and with the culture as a whole, the second language
acquisition process is strongly in¯uenced by individual personality traits
residing within the learner. The way we feel about ourselves and our
capabilities can either facilitate or impede our learning; accordingly, the
learner-intrinsic factors will have a basically positive or negative
in¯uence, though there can sometimes be a mixture of liabilities and
assets for each. It should be noted, of course, that the various emotions
affecting language learning are intertwined and interrelated in ways that
make it impossible to isolate completely the in¯uence of any one of
them. We now turn to some of these factors that are of especial
importance for second language learning.

Anxiety

Anxiety is quite possibly the affective factor that most pervasively
obstructs the learning process. It is associated with negative feelings
such as uneasiness, frustration, self-doubt, apprehension and tension.
Heron (1989:33) makes reference to what he terms existential anxiety,
which arises out of a group situation and has three interconnected
components that are relevant to the language classroom: `Acceptance
anxiety. Will I be accepted, liked, wanted? . . . Orientation anxiety. Will
I understand what is going on? . . . Performance anxiety. Will I be able
to do what I have come to learn?'
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It is not always clear how foreign language anxiety comes into being.
For some people it may be a case of having been ridiculed for a wrong
answer in class; for others it may have to do with factors unconnected
with the language class itself. In many cases, the roots may be found in
what Heron (1989:33) terms archaic anxiety, which is `repressed
distress of the past ± the personal hurt, particularly of childhood, that
has been denied so that the individual can survive emotionally'. Thus
unhealed past wounds may impinge on present situations with poten-
tially threatening elements.

There are few, if any, disciplines in the curriculum which lay
themselves open to anxiety production more than foreign or second
language learning. There is a great deal of vulnerability involved in
trying to express oneself before others in a shaky linguistic vehicle. It is
possible in some cases that the methodology used can contribute to
furthering anxiety. With the grammar-translation method one might
assume a reduction of the possibility of anxiety, since the learners have
relatively little of themselves invested in the activities required.
However, with the advent of methods which focus on communication,
and especially communication involving more personal aspects of one's
being, such as feelings, if care is not taken to provide an emotionally
safe atmosphere, the chance for the development of anxiety-provoking
situations can increase greatly. This is particularly true if at the same
time the stakes involved are very high, such as in academic settings,
where the evaluation of the learner can conceivably have far-reaching
consequences.

When anxiety is present in the classroom, there is a down-spiralling
effect. Anxiety makes us nervous and afraid and thus contributes to
poor performance; this in turn creates more anxiety and even worse
performance. The feelings of fear and nervousness are intimately
connected to the cognitive side of anxiety, which is worry. Worry wastes
energy that should be used for memory and processing on a type of
thinking which in no way facilitates the task at hand (Eysenck 1979).
Although it is a major obstacle to language learning, anxiety can be
reduced; suggestions for dealing with it can be found in Oxford (this
volume), Horwitz and Young (1991) and Young (1991).

Inhibition

Making mistakes is implicit in language learning. We made them when
we were children learning our ®rst language, and we cannot help
making them when we learn a second language as older children or
adults. However, as young children, we were not inhibited and thus
could participate freely in the learning adventure, taking risks as
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needed. When learning, we have to be able to `gamble' a bit, to be
willing to try out hunches about the language and to take a reasonable
risk of being wrong. Inhibitions develop when small children gradually
learn to identify a self that is distinct from others, and their affective
traits begin to form. With greater awareness comes the need to protect a
fragile ego, if necessary by avoiding whatever might threaten the self.
Strong criticism and words of ridicule can greatly weaken the ego, and
the weaker the ego, the higher the walls of inhibition.

Similar to Freud's idea of body ego, which refers to the child's
conception of the limits of his or her physical self, is Guiora's use of the
construct of language ego to explain the presence of language bound-
aries (Guiora, Brannon and Dull 1972). In the course of their develop-
ment, the lexis, syntax, morphology and phonology of the individual's
language acquire ®rm boundaries. During the early formative period the
language barriers ¯uctuate, since learners are less aware of language
forms and of making mistakes in using the forms, but once ego
development is complete, the permeability of the boundaries is greatly
reduced. (See Ehrman 1996 and this volume.) Thus it is that aspects of a
second language may be rejected, as they do not ®t into the patterns
contained within the language ego boundaries. Post-puberty learners of
a second language, for example, often report inhibitions when pronoun-
cing the language or trying to use it for communicative purposes.

In the 70s and 80s studies were made on the effects of inhibition-
reducing substances, such as alcohol and Valium, on pronunciation
performance (Guiora, Beit-Hallami, Brannon, Dull and Scovel 1972;
Guiora, Acton, Erard and Strickland 1980). The results were inconclu-
sive, though there is strong intuitive support for the negative in¯uence
of inhibition on language learning. What was shown in one of the
experiments was that the person administering the test made more of a
difference on the scores than the tranquillizer. These results point to the
encouraging hypothesis that human factors, rather than external che-
mical substances, can be most ef®cient in reducing inhibition.

Language teaching approaches in recent years have taken into special
consideration the necessity of creating learning situations in which
inhibition and ego barriers are lowered so that free communication can
take place. Dufeu (1994:89±90) speaks of establishing an adequate
affective framework so learners:

feel comfortable as they take their ®rst public steps in the
strange world of a foreign language. To achieve this, one has to
create a climate of acceptance that will stimulate self-con®-
dence, and encourage participants to experiment and to dis-
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cover the target language, allowing themselves to take risks
without feeling embarrassed.

A closely-related area of concern is the question of errors. Mistakes
can be viewed as both internal and external threats to our ego.
Internally, our critical self and our performing self can be in con¯ict:
when as learners we perform something `wrong', we become critical of
our own mistakes. Externally, we perceive others exercising their critical
selves, even judging us as persons when we make an error in a second
language. Therefore, language teachers should not ignore affective
factors when establishing the most appropriate policy of error correc-
tion for their particular situation.

Extroversion-introversion

There is sometimes an erroneous connection established between inhibi-
tion and introversion. Extroverts are often stereotyped as being out-
going and talkative and, therefore, better language learners, since they
are more likely to participate openly in the classroom and seek out
opportunities to practise. Introverts, by implication, might be consid-
ered less apt language learners, since they seem to be too reserved, too
self-restrained. North American classrooms, for example, tend to
reward extroverted behaviour, and there the outspoken student may be
considered a better speaker of the target language. Actually, extrover-
sion has to do with the need for receiving ego enhancement, self-esteem
and a sense of wholeness from other people, while introversion refers to
the degree that individuals derive this sense from within themselves.
Introverts can have a great inner strength of character and may show
high degrees of empathy, both qualities being useful for language
learning. Consequently, they do not necessarily have the higher ego
barriers characteristic of inhibition.

The current state of research does not permit us to draw ®rm
conclusions as to whether either extroversion or introversion is directly
related to success in language learning. However, what is clear is that
certain types of classroom activities are more appropriate for one or the
other. For example, teachers must be sensitive to learners' reticence
towards participating in tasks that require expansiveness and overt
sociability, such as drama and role-play, and lead them towards these
very useful activities in a suitable manner. Teachers should also take
into account any cultural norms which may make an outsider confuse
cultural patterns of correct behaviour with individual feelings of inhibi-
tion or introversion.
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Self-esteem

Self-esteem has to do with the inevitable evaluations one makes about
one's own worth. It is a basic requirement for successful cognitive and
affective activity. We derive our notions of self-esteem from our inner
experience and our relationship with the external world. The founda-
tion for our concept of Self is laid in early childhood. As we incorporate
beliefs, attitudes and memories, new experiences and ideas will be
affected by the previously existing notion of who we are and by our
need to protect this fragile Self. Ehrman (in press) points out that self-
esteem `begins with the approbation and reliable attachment of impor-
tant others but is eventually internalized so that it can be maintained
relatively independently of the outside world. Teachers can build on this
phenomenon with students of any age'.

Can®eld and Wells (1994:5) suggest that:

the most important thing a teacher can do to help students
emotionally and intellectually is to create an environment of
mutual support and care. The crucial thing is the safety and
encouragement students sense in the classroom . . . Further, they
must recognize that they are valued and will receive affection
and support.

Like anxiety, self-esteem may be described on three progressively
more speci®c levels: global or general self-esteem, situational self-
esteem, which refers to one's appraisals of oneself in speci®c situations,
such as education or work, and task self-esteem, which has to do with
particular tasks in a speci®c situation. Heyde (1979) found that all three
correlated positively with performance on an oral production task by
students learning French.

Extensive research indicates conclusively that the cognitive aspects of
learning are fostered in an atmosphere in which self-esteem is promoted
(Waltz and Bleuer 1992). Self-esteem is especially signi®cant in young
children (see de AndreÂs, this volume) and has been shown to predict
beginners' native-language reading ability better than IQ (Wattenberg
and Clifford 1962). But learners never outgrow the need for a healthy
self-concept. In what they call the `poker chip theory of learning', in
which poker chips represent learners' self-concept, Can®eld and Wells
(1994:6) conclude that:

the student who has had a good deal of success in the past will
be likely to risk success again; if he should fail, his self-concept
can `afford' it. A student with a history predominated by
failures will be reluctant to risk failure again. His depleted self-
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concept cannot afford it . . . One obvious recommendation in
this situation is to make each learning step small enough so that
the student is asked to only risk one chip at a time instead of
®ve. But even more obvious, in our eyes, is the need to build up
the student's supply of poker chips so that he can begin to have
a surplus of chips to risk.

Motivation

Second language acquisition theory leaves no doubt about the crucial
importance of a further affective variable, motivation, which is actually
a cluster of factors that `energize behaviour and give it direction'
(Hilgard, Atkinson and Atkinson 1979:281). Chomsky (1988:181)
points out the importance of activating learners' motivation: `The truth
of the matter is that about 99 percent of teaching is making the students
feel interested in the material'. Motivation involves the learner's reasons
for attempting to acquire the second language, but precisely what
creates motivation is the crux of the matter. In the early work of
Gardner and Lambert (1972), motivation was seen to be divided into
two very general orientations: integrative and instrumental. The former
refers to a desire to learn the language in order to relate to and even
become part of the target language culture, and the latter has to do with
practical reasons for language learning, such as getting a promotion.
One type of motivation is not necessarily always more effective than the
other; what is important is the degree of energizing and the ®rmness of
the direction it provides, and that will also depend on other variables
within the learner.

This basic social psychological model for language learning motiva-
tion has been elaborated further by Gardner (1985) and his associates
and by other SLA researchers. In fact, the abundance of mature
theorizing about the concept in recent years (Brown 1990; Crooks and
Schmidt 1991; DoÈ rnyei 1990 and 1994; Oxford and Shearin 1994;
Tremblay and Gardner 1995, Williams and Burden 1997, among
others) would seem to indicate that language learning motivation
research is de®nitely coming of age. Several frameworks have been
proposed to explain motivational aspects of language learning. At the
present time we must still wait for empirical veri®cation of many of
their components and for further elaboration, clari®cation and discus-
sion of the relationship among the components, as well as their
uni®cation in a de®nitive model. However, valuable implications for the
L2 classroom are not wanting; DoÈ rnyei (1994) Oxford and Shearin
(1994) and Williams and Burden (1997) provide some useful practical
suggestions for motivating L2 learners.
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In their discussion of extending the motivational framework for SLA,
Oxford and Shearin consider other contributions from general psy-
chology, such as the concept formulated by Maslow (1970) of the
`hierarchy of needs', which range from fundamental physical necessities
to higher needs of security, identity, self-esteem and self-actualization.
Whereas FL learners might not register needs on the lowest levels, the
SL learners' needs `would be negotiated in the target language from the
very lowest levels of the hierarchy; even physiological, physical safety,
and physical security needs might not be assured without the use of the
target language' (Oxford and Shearin 1994:21).

Extrinsic and intrinsic motivation

Extrinsic motivation comes from the desire to get a reward or avoid
punishment; the focus is on something external to the learning activity
itself. With intrinsic motivation the learning experience is its own
reward: `Intrinsic motivation is in evidence whenever students' natural
curiosity and interest energize their learning' (Deci and Ryan
1985:245). Discussing the optimal conditions for the development of
intrinsic motivation, Deci (1992:60) highlights `autonomy support,
competence-promoting feedback and interpersonal involvement'. Re-
search indicates that, while extrinsic motivation can also be bene®cial,
learning is most favourably in¯uenced by intrinsic orientations, espe-
cially for long-term retention. Studies have shown that adding extrinsic
rewards can actually reduce motivation. In experimental situations
subjects have been shown to exhibit reduced ef®ciency and pleasure in
an intrinsically interesting task when an extrinsic reward was intro-
duced (Kohn 1990).

With their emphasis on teacher-directed classrooms, grades, tests and
competitiveness, most schools encourage only extrinsic motivation.
This has the effect of leading students to work to please teachers or
authorities, rather than of developing a love of knowledge in indepen-
dent minds. Bruner (1962) speaks of `the autonomy of self-reward',
af®rming that one of the most effective ways to help children think and
learn is to `free' them from the control of rewards and punishments. It is
reasonable to assume that our language learners will generally have a
better chance of success with the development of intrinsic forms of
motivation in which they learn for their own personal reasons of
achieving competence and autonomy, although feedback leading to
increased feelings of competence and self-determination is one extrinsic
reward shown to further intrinsic motivation (Brown 1994b:39). In any
event, what matters is how learners internalize the external aspects,
making personal sense of them (Williams and Burden 1997).
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Some suggestions for stimulating the growth of intrinsic motivation
in the L2 classroom would be: (1) help learners develop autonomy by
learning to set personal goals and to use learning strategies, (2) rather
than over-rewarding them, encourage learners to ®nd self-satisfaction in
a task well done, (3) facilitate learner participation in determining some
aspects of the programme and give opportunities for cooperative
learning, (4) involve students in content-based activities related to their
interests which focus their attention on meanings and purposes rather
than on verbs and prepositions, and (5) design tests which allow for
some student input and which are face-valid in the eyes of students;
provide comments as well as a letter or numerical evaluation (H. D.
Brown 1994b:43±44).

Very closely related to intrinsic motivation is the concept of ¯ow,
developed by University of Chicago psychologist Mihaly Csikszentmi-
halyi. Flow, or optimal experience, is a state of effortless movement of
psychic energy. Goleman (1995:90) underlines its connection with
affect: `¯ow represents perhaps the ultimate in harnessing the emotions
in the service of performance and learning. In ¯ow the emotions are not
just contained and channeled, but positive, energized and aligned with
the task at hand'. It is so relevant because it is the ideal state for effective
learning: `Because ¯ow feels so good, it is intrinsically rewarding. It is a
state in which people become utterly absorbed in what they are doing,
paying undivided attention to the task, their awareness merged with
their actions' (Goleman 1995:91).

In language learning, as in many other activities, this pure enjoyment
may not be present in the intitial stages when some of the more
elementary processes have to be made automatic (McLeod and
McLaughlin 1986; McLaughlin 1990) in order to free energy for higher
level learning, which can be more engrossing. At the beginning, then,
teachers may need to be concerned with ways to encourage students to
make the necessary effort. At this point external incentives (grades,
possible job quali®cations) may be useful. But learners should move
beyond the extrinsic. Echoing Dewey's thinking, Csikszentmihalyi
(1990:69) af®rms that `if experience is intrinsically rewarding, life is
justi®ed in the present, instead of being held hostage to a hypothetical
future gain'.

For an activity to enter the ¯ow channel, it must be neither so easy
that it produces boredom nor so challenging that it leads to anxiety.
Extensive studies (Csikszentmihalyi and Csikszentmihalyi 1988) have
outlined the major components of ¯ow. Flow can occur with a task if
we have a reasonable chance of completing it and if we are able to
concentrate on it. The task should have clear goals and provide
immediate feedback. A deep but effortless involvement keeps everyday
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worries at bay. There is a sense of control over one's actions, and
concern for the self disappears, paradoxically actually strengthening the
self. Finally, the sense of time is often altered.

These components readily suggest important implications for lan-
guage learning, and, although we have been looking at intrinsic motiva-
tion and ¯ow from the point of view of the language learner, the
concepts are no less relevant for language teachers. Teachers for whom
their work is a source of ¯ow, who themselves are motivated by the
pleasure of participating in the learning experience, are highly moti-
vating models for learners.

Cognitive theories of motivation

DoÈ rnyei (1994) refers to cognitive theories in educational psychology in
which motivation is seen to be a function of a person's thought
processes; these formulations, however, provide a clear example of the
dif®culty of isolating the cognitive, for at many points affect inevitably
enters the picture. He mentions three major conceptual systems de-
scribed by Weiner (1992) which are related to motivation: attribution
theory, learned helplessness and self-ef®cacy.

Attribution theory states that what we see as the causes for our past
successes or failures will affect our expectations and, through them, our
performance. Failure attributed to lack of ability is much more limiting
than failure attributed to bad luck or other non-stable factors. As
Weiner (1985:560) explains:

success and failure perceived as due to internal causes such as
personality, ability or effort respectively raises or lowers self-
esteem or self-worth, whereas external attributions for positive
or negative outcomes do not in¯uence feelings about the self.

It is a question of shifting the causal dimension. Language learners can
be encouraged to attribute failures to causes which can be remedied and
which do not lead to a devaluation of the self.

With learned helplessness (Seligman 1991) learners are convinced
through past failures that attempting to change the situation is useless
and thus have `learnt' not to try. They are submerged in a helpless state
that engulfs them and they feel that they cannot possibly achieve their
goals, no matter what they do. They should be taught to formulate
realistic goals which are within their grasp so that success in achieving
them will bring them greater self-con®dence.

Self-ef®cacy has to do with learners' opinions about their ability to
carry out a task. Within the educational setting, Ehrman (1996:137)
de®nes it as `the degree to which the student thinks he or she has the
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capacity to cope with the learning challenge'. Oxford and Shearin
(1994:21) point out that learners must believe they have some control
over the outcomes of the learning process and they must feel a `sense of
effectiveness within themselves' if they are to make the effort necessary
to learn the new language. They suggest that teachers can encourage
self-ef®cacy `by providing meaningful tasks at which students can
succeed and over which students can have a feeling of control . . . [and]
by giving students a degree of choice in classroom activities . . .'.

In all three cases motivation could be increased by encouraging
learners to use positive self-talk, which can help to replace feelings of
limitation by those of empowerment. Many learners, especially low-
achievers, have been strongly affected by years of negative self-talk,
much of it on a semi-unconscious level: `I'll never get this', `I'm always
making mistakes', and so forth. They can be taught to tell themselves `I
did that well', `I can learn this' or `I can do better next time' in order to
reinforce their beliefs about their ability to learn. Revell and Norman
(1997) describe a strategy for dealing with negative self-talk in which
students imagine telling themselves the negative message in a variety of
silly voices which keep them from taking the message seriously.

The above theories not only have to do with learner beliefs; it goes
without saying that the outcome of the learning process can also be
strongly in¯uenced by teacher beliefs. Claxton (1989:111) lists some of
the limiting beliefs that can `block the expression and the development
of the personal qualities that teachers need'; the list is long but the core
notion is that the feeling of ` `̀ It can't be done'' is likely to be buttressed
by either or both of two personal beliefs `̀ I can't do anything'' and `̀ I
don't know what to do'''. These negative beliefs are sizeable obstacles
to successful teaching.

Learner styles

We only have to glance for a moment at any classroom to realize the
number of different ways in which students are learning (see Reid this
volume and 1995). Among the cognitive learning styles are Field-
Independent/Field-Dependent and Global/Analytic styles. Learning styles
research has made a signi®cant contribution to language teaching by
increasing our awareness of the need to take individual learner variations
into consideration and to diversify classroom activities in order to reach a
wider variety of learners. What is suitable for a learner who functions
well in the visual mode, for example, may not address the needs of
someone else who learns best with auditory or kinaesthetic activities.

One categorization that has been dealt with in second language
acquisition research (Ehrman 1996) is the Myers-Briggs Type Indicator,
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an inventory based on Jung's theory of psychological types. Jung (1923)
said that people are different in fundamental ways and that an indivi-
dual has preferences for `functioning' in ways that are typical for that
particular individual. The Myers-Briggs test includes four poles of
functioning: introversion-extroversion; sensing-intuition; thinking-
feeling; judging-perceiving. These lead to sixteen personality pro®les
which have been described by Keirsey and Bates (1984). Ehrman and
Oxford (1990) and Ehrman (1996) have applied these concepts to
language teaching. Learning styles research is especially useful in small
group situations in which there is more opportunity to give individual
attention to each learner, but in any case it can sensitize educational
facilitators to the importance of learner differences.

Ehrman (1996:129) notes that it may be enough just to let learners
know you recognize their special needs. One can:

gradually build in an increased array of options for classroom
work and homework assignments. Guidance to students in
structuring their own homework along lines that begin in their
comfort zones and gradually stretch them out of the comfort
zones is generally well received.

Relational factors

In nearly all language teaching situations, not only are we dealing with
the language and with learners and their particular cognitive and
affective characteristics; we must also take into account the relational
aspects of learning a new language. Language learning and use is a
transactional process. Transaction is the act of reaching out beyond the
self to others, and, as such, it is intimately connected with the learner's
emotional being. A good part of who we consider we are is formed by
our social identity, `that part of an individual's self-concept which
derives from his [or her] knowledge of his [or her] membership in a
social group (or groups), together with the value and emotional
signi®cance attached to that membership' (Tajfeld 1978:63).

When we bring a social focus to language acquisition studies, we
become aware that learners are not anchored in a ®xed state but rather
are conditioned by forces in the social context affecting them. The
extent to which the social structures within the second language
situation affect one's identity has not yet been researched thoroughly.
Peirce (1995:12) laments that `SLA theorists have not developed a
comprehensive theory of social identity that integrates the language
learner and the language learning context'.
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The others we relate to in transactions in the target language may be
those we coincide with in time and space as we participate in the
language learning adventure taking place in one speci®c classroom, or
they may be part of what is for us at least partially an anonymous new
linguistic and cultural community. What seems to be true is that for any
intergroup behaviour to be understood, `both cognitive and affective
factors must be incorporated' (Gudykunst and Ting-Toomey 1988:217).

Empathy

Spanning both of these types of transaction is the variable of empathy.
In everyday language, empathy is the process of `putting yourself into
someone else's shoes'. One need not abandon one's own way of feeling
or understanding, nor even agree with the position of the other. It is
simply an appreciation, possibly in a detached manner, of the identity of
another individual or culture. Empathy is a factor, perhaps the most
important one, in the harmonious coexistence of individuals in society.
It is closely related to cultural relativity, which frees us from our
conditioning and helps us to recognize that our way is not the only way
and possibly not even the best way.

For empathy to ¯ourish there must be an identi®cation with another
person, but before this can exist, there must also be an awareness and
knowledge of one's own feelings (Hogan 1969). As teachers move into
closer contact with their own feelings, they will be better able to model
empathetic behaviour in their dealings with students and to lead them
to greater cross-cultural empathy.

The jury is still out on the question of the degree of correlation
between empathy and success in language learning; however, there is
strong intuitive support for its existence, and there are interesting
questions to be considered regarding teaching methodology and re-
search. For example, what type of classroom activities could be used to
encourage empathy in the learners? Are certain teaching approaches
more conducive to the development of empathy than others?

Classroom transactions

Francis Bailey (1996:261) refers to the social structure of the classroom
as `a kind of `̀ culture'' which is created out of the communal inter-
actions among course participants'. In this special society established
within the classroom, the affective dimension of the relationships
among the learner, the teacher and the other learners can greatly
in¯uence the direction and outcome of the experience. As Angi
Malderez points out, the importance of affect for what occurs in the
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classroom can be seen in the shift in the dominant metaphor for the
teaching/learning process from transmission to dialogue; dialogue
involves people ± thinking and feeling, spiritual and physical human
beings ± in negotiation of meaning. What is important in the end is not
that words have meanings but rather that people have meanings they
use words to convey (personal communication).

The role of facilitation in education and other group processes has
become increasingly important since the 1970s, when it referred basi-
cally to non-directive vs. directive forms of interaction. This polarity
has been elaborated on since then, with John Heron's (1989:16±17)
distinction between the three modes of facilitation being particularly
useful, as it provides the means for avoiding or at least mitigating the
frustration on both sides when teachers offer learners more responsi-
bility than they are prepared for in the beginning. In the hierarchical
mode, as the facilitator, you are still in charge of all major decisions in
the learning process; in the cooperative mode you share some power
and decision-making with the group and guide them towards becoming
more self-directing; in the autonomous mode you let them do things on
their own, without intervening. Heron (1989:17) points out that the
latter mode `does not mean the abdication of responsibility'. The
facilitator will make use of all three modes at some point, moving from
one to another as needed.

Facilitation involves encouragement and assisting rather than pouring
something into the learner's mind, and it is in consonance with the
notion, grounded in experience and research, that one thing is teaching
and often quite another is learning. As we cannot be sure that what we
think we are teaching is what is being learnt, we are well-advised to
equip our learners to learn. In this vision of the learning process,
`teaching is no longer seen as imparting and doing things to the student,
but is rede®ned as facilitation of self-directed learning' (Heron 1989:12).
One of the bene®ts of this type of approach is that it enables students to
keep on learning after they leave our classrooms. Gross (1992:141)
points out how a lifelong-learning model offers educational institutions
`the opportunity to shift to a new paradigm . . . and take seriously the
mission they have always claimed to have: teaching students how to
learn rather than merely `̀ covering'' a ®xed curriculum'.

Intimately related to facilitation is group dynamics. Facilitators are at
all times sensitive to the characteristics of the group they are working
with and aware of the processes developing there. Group dynamics can
be seen as `the combined con®guration of mental, emotional and
physical energy in the group at any given time; and the way this
con®guration undergoes change' (Heron 1989:26). It can be extremely
signi®cant in determining the success or failure of a learning experience
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because, as Heron notes, `the group dynamic . . . could also be called the
emotional dynamic: it is grounded in the life of feeling ± which is at the
core of the group's state of being' (1989:94). Much of the work done by
the facilitator with group dynamics will be managing emotional states ±
encouraging positive ones and ®nding ways to overcome the negative
ones and, ideally, utilizing both for growth. Cooperative language
learning experiences are examples of particularly effective exploitations
of classroom dynamics (see Crandall this volume).

Cross-cultural processes

The contrasts between second and foreign language learning have often
been discussed, but it is important not to take them for granted.
Teachers in each case need to develop special skills to deal with aspects
speci®c to the situation. Second language learning often involves
particular emotional dif®culties produced by the confrontation between
two cultures. In a second language situation the learner is not only faced
with the target language but ± except in the case of what Kachru (1992)
calls `World Languages', like English in India ± also with the target
culture. `Culture' is a mental construct, a conceptual network that
evolves within a group to provide a manageable organization of reality.
It will involve ideas, beliefs, customs, skills, arts, and so forth; and it
®lls de®nite biological and psychological needs and establishes for the
individual a context of cognitive and affective behaviour. It is bound
inextricably to language.

In his in¯uential work Cultures and Organizations, Geert Hofstede
(1991) refers to culture as the `software of the mind', a sort of mental
programming of the members of a social group which conditions their
behaviour. Generally, for successful second language learning to occur,
learners `must be both able and willing to adopt various aspects of
behaviour, including verbal behaviour, which characterizes members of
the other linguistic-cultural group' (Lambert 1967:102). Schumann
de®nes acculturation as `the social and psychological integration of the
learner with the target language (TL) group' (1986:379) and suggests
that this combination of social and affective factors is a signi®cant
causal variable in SLA, since learners will learn the language to the
degree that they acculturate.

When individuals come into contact with another culture and in some
way must incorporate at least part of it into their way of thinking and
being and of experiencing reality, there may often be major emotional
disruptions. Stengal (1939) described language shock as the situation
when adult learners fear that their words in the target language do not
re¯ect their ideas adequately, perhaps making them appear ridiculous or
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infantile. Not controlling the language properly, they lose a source of
narcissistic grati®cation which they might otherwise receive when using
their own language.

Language acquisition may also be inhibited by culture shock, which
can be de®ned as anxiety resulting from the disorientation encountered
upon entering a new culture. In their classic study of culture shock,
Larson and Smalley (1972:41) point out how great amounts of energy
are used up dealing with culture shock: `New climate, the new foods,
the new people all mean that the alien must muster up every bit of
available energy and put it to use in new ways'.

The symptoms present may be fairly serious in some cases:

Culture shock refers to phenomena ranging from mild irrit-
ability to deep psychological panic and crisis. Culture shock is
associated with feelings in the learner of estrangement, anger,
hostility, indecision, frustration, unhappiness, sadness, loneli-
ness, homesickness, and even physical illness. Persons under-
going culture shock view their new world out of resentment and
alternate between being angry at others for not understanding
them and being ®lled with self-pity. (Brown 1994a:170)

While severe culture shock may not last long, more subtle problems
may persist, producing what Larson and Smalley (1972) call culture
stress, which has to do with questions of identity. The individual has no
®xed reference group to relate to, no longer being a part of the native
culture, and not yet belonging to the target one. Feeling incapable of
adapting to the new country and learning the language, learners may
begin to reject themselves and their own culture. At this point, they may
experience anomie, where one has no strong, supportive ties to either
the native culture or the SL culture.

It is perhaps useful to think of acculturation in terms of four stages.
The ®rst is a state of excitement about the new culture. The second
stage would be culture shock, which appears as cultural differences
intrude into images of self and security. The third stage, culture stress, is
a tentative move towards recovery. Some problems persist but slow
progress is made, as the individual begins to accept more aspects of the
new culture. Stage four represents assimilation or adaptation to the new
culture and acceptance of the self within it (Brown 1994a:171).

As cross-cultural learning experiences may produce considerable
blocks and inhibitions in the learner, second language teachers need to
be particularly sensitive to the dif®culties that may arise. First of all, it is
helpful to discuss them with learners. Listening on the part of teachers
can lead to signi®cant changes in attitude among learners who are thus
able to give expression ± give voice ± to their problems in a second
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language situation. Van Lier (1996:185) af®rms that poverty of expres-
sion in our learners may be due in part to the fact that they `are not
encouraged to ®nd sources of speaking, their own voice, within
themselves, and with each other'. In a discussion of working with
Freire's concept of problem posing in a methods course, Francis Bailey
(1996) points out the importance of developing the voice of all class
members to enable them, through dialogue, to ®nd possible solutions to
their problems. Some of the stress may be eliminated when they realize
that they are going through a normal process and that they are not
alone in their feelings of isolation and incapacity. It is helpful to discuss
cultural differences and explain aspects of the target culture which may
be problematic for foreign learners. However, Scarcella and Oxford
(1992) also indicate the importance of emphasizing common ground.

Language learning activities can focus on working through affective
problems encountered in the process of adapting to the new culture and
language. Donahue and Parsons (1982) propose the use of role-play to
overcome `cultural fatigue', which is the physical and emotional exhaus-
tion coming from the stress involved in adjusting to a new cultural
environment. With role-play, learners have the opportunity to express
their feelings of negativity, to act out dif®cult situations and to search
for solutions in an emotionally safer atmosphere. Written expression
can also be useful. Diverse written tasks, such as journal writing, can be
given to encourage re¯ection and work on emotional aspects of the
learning process. Individuals who are reticent about expressing their
feelings directly might be asked to write about ®ctional characters in
situations similar to their own.

Through means like these, teachers can help learners in a second
language situation to understand the source of any anger, frustration,
anxiety or isolation felt, to express those feelings and then to move
beyond them to acquire the new language at the same time as they also
become pro®cient in the new culture.

Conclusion

Heron (1992) has developed a model he calls multi-modal learning,
which refers to four modes of learning from experience: action,
conceptual, imaginal, emotional. If we adapt this to language learning
in particular, at the top of the pyramid would be the action mode,
`learning through doing', or developing the basic skills. Next, the
conceptual mode would involve learning `about' the language. The
imaginal mode would take in the imagination and the intuitive under-
standing of the scheme of the language as a whole. At the bottom, the
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emotional mode would deal with the awareness of the different ways
our feelings in¯uence our language learning. What is especially impor-
tant to note about Heron's pyramid is that the top three modes of
learning all rest upon the broad affective base. Heron (1990) has
pointed out that the higher do not control and rule over the lower, but
rather the higher branch and ¯ower out of the lower.

As language teachers, we already have many areas of competence to
attend to. Yet adding one more, rather than increasing teachers'
burdens, might make attending to the other areas an easier task. At the
same time, it might lead to a more holistic development of our students
as individuals and as responsible participants in a healthy society. We
suggest that positive waves will spread in many directions from a
greater commitment in language teaching to the growth of emotional
competence.
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